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Abstract 
Teachers’ beliefs, attitudes and educational philosophies influence their teaching approaches. This research was conducted to 
compare the beliefs of professionally qualified and professionally unqualified middle and secondary school teachers of Pakistan 
about classroom teaching. Using a cross-sectional survey, data was collected from 123 teachers in 15 schools selected from 
various cities of Pakistan. Except a few differences, the study revealed that there is no significant difference in the beliefs of 
professionally qualified and professionally unqualified teachers regarding the teacher pedagogical content knowledge and 
teaching approaches. 
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1. Introduction 
The quality of schools of a country depends on the quality of teachers (Femin-nemser, 2001). Provision of good 
teachers is, thus, crucial for the quality of teaching in schools. Qazi, Rawat and Thomas (2012) have cited Darling-
Hammond who claimed that professionally qualified teachers usually perform better, especially during the tasks that 
require higher order thinking and problem solving skills. Yet, teacher education institutes in Pakistan are considered 
incompetent in their preparation of prospective teachers for the realities of classroom situations (Qazi, Rawat, & 
Thomas, 2012). Teacher education programmes in Pakistan have failed to provide the general education necessary 
to foster effective communication skills, critical thinking and creative instructional leadership as well as in-depth 
content knowledge (Policy and Planning Wing, Ministry of Education, Government of Pakistan, 2009).   
Decker and Rimm-Kaufman (2005) have cited two authors, Griffin and Smylie who are of the opinion that 
teaching involves a number of decisions related to pedagogy and materials of instruction. Teachers do not use a
template to solve problems at work; rather, they develop their own solutions based on their personal understanding 
of the circumstances.  Decker and Rimm-Kaufman further assert that such an understanding is based on teachers’ 
belief systems. It can therefore be inferred that where teacher education programmed play a vital role in improving 
the quality of teachers and consequently the quality of teaching in classrooms, it is the teachers’ own educational 
philosophies and beliefs about teaching that play a significant role in their classroom teaching (Baer, as cited in Tan, 
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2001; Fernstermacher & Soltis, as cited in Tan, 2001; Chan, 2004). Lim, Cock, Lock and Brook (2009) have cited 
two sets of teachers’ beliefs highlighted by Berry and Brady. Berry asserts that believers of traditional, teacher-
centered teaching approach consider teaching the dissemination of information, thus encouraging rote learning and 
the reproduction of information. Brady on the other hand, affirms that proponents of a constructivist student-
centered teaching approach believe that teaching is a process of guiding and facilitating students for an active 
construction and reconstruction of knowledge, thus encouraging the development of competencies of students that 
may be used throughout their lives. It is more difficult to unlearn existing beliefs than it is to learn new beliefs 
(Bransford, Brown, & Cocking, as cited in Decker & Rimm-Kaufman, 2005). Therefore, the biggest task for teacher 
education programmed is to challenge those beliefs of prospective teachers, which promote mere rote learning, and 
the reproduction of knowledge. Femin-nemser (2001) found that a typical teacher education programmed is a weak 
intervention compared with the influence of teachers' own schooling and their on-the-job experience. A typical 
programmed does not challenge the teaching beliefs of prospective teachers but rather encourages them to stick to 
survival techniques whether or not they represent "best" practice in the situation (Femin-nemser, 2001). Therefore, 
researchers such as Shim, Popham and Cornett (as cited in Qazi, Rawat, & Thomas, 2012) found no significant 
differences in classroom performances of professionally qualified and professionally unqualified teachers. 
 
This research has compared beliefs of professionally qualified and professionally unqualified middle and 
secondary school teachers of Pakistan about classroom teaching. It considered teacher pedagogical content 
knowledge and teaching approaches and identified whether professionally qualified or professionally unqualified 
teachers believe in a traditional, teacher-centred teaching approach or a constructivist, student-centred teaching 
approach. From the analysis of the data, inferences were made and conclusions were drawn. The data revealed that 
there is no significant difference in the beliefs of professionally qualified and professionally unqualified teachers 
regarding the education and teaching approaches. The study opens up an issue, “whether or not formal teacher 
education has a significant impact on teachers in Pakistan.”  
 
2. Review of Related Literature 
2.1. Teachers’ Beliefs and Classroom Teaching 
Most human activities are shaped by an individual's beliefs, values and perceptions (Ahsan & Anjum, 2012). Tan 
(2001) has cited the work of Baer; Fernstermacher and Soltis; and Simonton and asserted that teachers’ beliefs, 
attitudes and educational philosophies influence their teaching approaches. Teachers’ beliefs attitudes and 
philosophies also influence the classroom climate and roles that teachers may adopt. Similarly, Henson (as cited in 
Yilmaz & Cavas, 2008) argues those teachers' beliefs affect classroom management, which is essential for effective 
classroom teaching. Uztosum (2013) has also highlighted a number of studies, which claim that teachers' practices 
are determined by their beliefs.  
Teachers’ beliefs can be categorized in a number of areas. Uztosum (2013) has cited Calderhead who found five 
areas of teacher's beliefs, including, beliefs about learners and learning, beliefs about teaching, beliefs about the 
subject, beliefs about learning to teach and beliefs about self and the teaching role. An inter-related set of beliefs and 
intentions that gives directions and justifications to someone's actions is called a perspective. It is a lens through 
which teaching and learning is viewed. Perspectives are philosophical orientations to knowledge, learning, the role 
and responsibility of being a teacher (Pratt, 2002). Pratt has identified five perspectives on teaching, namely, a 
transmission perspective which encourages mastery over the content; a developmental perspective for which 
constructivist orientation to learning is the foundation and which encourages high-order thinking skills; an 
apprenticeship perspective which supports working on authentic tasks in a real settings of application; a nurturing 
perspective which encourages increased intrinsic motivation; and a social reform perspective which promotes social 
change (Pratt, 2002). Out of the five perspectives identified by Pratt, the transmission perspective encourages 
teachers to adopt a teacher-centered teaching approach. A teacher-centered approach persuades teachers to take 
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charge of the teaching and students’ learning processes and decide what and how to teach and assess. All other 
perspective of classroom teaching will promote a student-centred or a learner-centred teaching approach. 
2.1.1. Teacher-centered and student-centered teaching approaches 
Pedersen (2003) has cited the work of different authors such as Cuban; Hannafin et al. and Jonassen to 
differentiate between teacher-centered and student-centered teaching approaches. He asserts that the key differences 
between these two approaches are concerned with goal setting, teacher’s role, motivational orientation, and 
assessment and student interaction. He further argues that in a teacher-centered approach, students work to meet the 
objectives set by the teacher. The teacher takes a directive role, designs activities for students to meet the objectives, 
controls student interaction, uses extrinsic motivators such as grades and marks to motivate students and uses 
assessments to determine grades. In a student-centered approach, on the other hand, students decide what they need 
to know and do to respond to a central question. The teacher performs a facilitator's role to help students to take 
charge of their own learning. Students interact with peers and learn collectively while working on interesting tasks 
that involve interesting methods such as problem-based learning, project-based learning and scenario-based 
learning, which enhance students’ intrinsic motivation. The focus of assessments in a student-centered approach is 
on assessing students' learning and learning needs. 
2.1.2. Parameters of student-center teaching approach 
The conventional or traditional teacher-centered teaching approach considers students passive receptors of 
information whereas the student-centered teaching approach regards students as the focus of the learning process. 
The student-centered teaching initially focused on changing pedagogical methods and making the learning and 
educational processes more flexible. The ethos behind this approach, however, changed when constructivism theory 
gained popularity, the origins of which was in Piagetian theory. Constructivism is based on the idea that learners 
construct and reconstruct their own knowledge (Attard, Di loio, Geven, & Santa, 2010). Attard, et al. have cited a 
number of literature sources and identified the parameters of student-centered teaching. Two main parameters 
included, (1) innovating teaching which can take different forms such as team learning, problem-based learning and 
other self-regulated learning methods in which students take responsibility of their own learning (Trowler et al.; 
Fedler et al.; Van EeKelen et al., as cited in Attard, et al., 2010) ; and (2) the use of learning outcomes which 
highlights the knowledge, skill and understanding a student would be expected to acquire from the teaching-learning 
process (cf. European Communities, as cited in Attard, et al., 2010). 
2.1.3. Teachers’ beliefs and pedagogical content knowledge 
Teacher education programmed widely promote a social constructivist belief (Forrester, 2008) or developmental, 
apprenticeship, nurturing and social reform perspectives (Pratt, 2002). These beliefs encourage teachers to use a 
student-centered teaching approach. Darling-Hammond (2000) suggests a proper acquisition of professional 
education for teachers yet, research demonstrates the contradictory evidence of no significant difference between the 
performance of professionally qualified and professionally unqualified teachers. For example, Shim; Popham and 
Cornett (cited in Jones, 1997) found no significant differences in the classroom performance of professionally 
qualified and professionally unqualified teachers. By contrast, Fogarty, Wang and Creek (cited in Jones, 1997) 
found a significant difference.  
 
Some researchers believe that with the passage their coursework prospective teachers move from a student-
centered view to a teacher-centered view of teaching (Fuller & Brown; McCullough & Mintz; McDermott et al.; as 
cited Wilson & Camerson, 1996; Forrester, 2008). For example, a research study revealed that 2nd year prospective 
teachers were concerned with student-centered issues such as motivation and classroom climate and by the 5th year, 
these concerns were changed to instructional and management techniques, a teacher-centered view (Mc Cullough & 
Mintz, as cited in Cubukcu, 2010). There is very little empirical evidence available which shows the influence of 
teacher education on teachers' values and beliefs. It is therefore expected that any regular teacher education 
programmed would have very little influence on altering teachers' beliefs (Hargreaves, Shinde & Karekatti, 2012) 
and that anyone can teach (Darling-Hammond, 2000). This view supports the idea that the pedagogical skills which 
are required to help students learn the subject content are best learned by trial and error on the job (Lortie; Placeck 
& Dodds, as cited in Wilson & Camerson, 1996). On the contrary, Wilson and Camerson (1996) found that with the 
34   Martin Thomas /  Procedia - Social and Behavioral Sciences  89 ( 2013 )  31 – 39 
passage of time prospective teachers move from a teacher-centered approach and start believing that a student-
centered approach is a better option to teach students. 
  
Tan (2001) cited the work of Amabile who looks at the other side of the pedagogical content knowledge. 
Amabile indicates that there is a positive relation between domain or subject-specific knowledge and creativity. To 
be able to uncover students’ creative potentials and nurture their creative competence, teachers are encouraged to 
acquire domain specific knowledge. By contrast, Abbott-Chapman et al. and Hughes (cited in Wilson & Cameron, 
1996) assert that teachers are seen to be effective by their interpersonal skills rather than their management or 
content expertise while Killen (1996) holds teachers need to acquire both domain-specific knowledge and 
pedagogical skills. The mark of all professionals is that they posses body of knowledge unique to their profession. 
Therefore teachers, to claim the status of professionals, need to posses essential content, skills and strategies 
(Gerges, 2001) or pedagogical content knowledge (Shulman, as cited in Gerges, 2001) to teach effectively and 
enable learning to occur.  
 
Research reveals that even with the provision of good teaching, many students exhibit their understanding at a 
lower level and usually reproduce whatever they have been taught (Nayak & Rao, 2002). Professionally qualified 
teachers should be able to help students to take a deep approach to the acquisition of knowledge (Nayak & Rao, 
2002), which requires higher order thinking and problem solving skills (Darling-Hammond, as cited in Qazi, Rawat 
& Thomas, 2012).  
3. Conceptual Framework 
The review of related literature highlighted two sets of teachers’ beliefs, namely, teachers’ beliefs about 
teachers’ pedagogical content knowledge or teacher knowledge and teachers’ beliefs about teaching approaches. 
Teachers’ beliefs about teacher pedagogical content knowledge were further divided into two categories: (1) 
Teachers’ beliefs about teachers’ domain-specific knowledge; and (2) Teachers’ beliefs about teachers’ pedagogical 
skills. Similarly, teachers’ beliefs about teaching approaches were further divided into two categories: (1) Teachers’ 
beliefs about a teacher-centered teaching approach; and (2) Teachers’ beliefs about a student-centered teaching 
approach. It was expected that teachers holding a transmission perspective of teaching would follow a teacher-
centered teaching approach whereas teachers supporting developmental, apprenticeship, nurturing and social reform 
perspectives would follow a student-centered teaching approach. It was also expected that professionally qualified 
teachers would follow a student-centered teaching approach and professionally unqualified teachers would follow a 
teacher-centered teaching approach. The conceptual framework developed with the help of review of relevant 
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Hypothesis 
 
The following hypothesis was formulated to explore the research problem: 
 
Ho1:  There is no significant difference between the professionally qualified and professionally unqualified 
teachers’ beliefs about their classroom teaching. 
4. Methodology 
4.1. Research design and sample 
The cross-sectional survey (Fraenkel & Wallen, 2006) was used to conduct the research study. The sample for 
the study was teachers selected from 15 schools ranging from middle to secondary schools from various cities of 
Pakistan namely, Karachi, Lahore, Islamabad, Faisalabad, Multan and Gujar Khan near Rawalpindi. From the 
sample two groups of professionally qualified teachers [those with a formal teaching qualification that includes: 
Primary Teaching Certificate (PTC), Certificate in Teaching (CT), Diploma in Education (Dip Ed.), Bachelor of 
Education (B.Ed) and Master of Education (M.Ed)] and professionally unqualified teachers (those with non-formal 
teaching certificate or degree) were formed.  
A total sample of 130 teachers were selected for the study, and 123 (or 94.6 percent) respondents participated. 
The two groups of teachers included 88 professionally qualified teachers (71.54 per percent of the sample) and 35 
professionally unqualified teachers (28.46 percent of the total sample), from middle to secondary schools. To 
compare beliefs of two artificial groups, the Chi Square was considered the right method for analysis (Gay, & 
Airasian, 2003).. 
5. Results 
The Chi Square (χ2) test was used for testing the hypothesis and determining whether the two artificial categories 





4.2. Limitations of the study 
There were some limitations, which may have influenced the results of this study. They were: (1) only one type of 
data collection tool (questionnaire) was used. (2) It was difficult to obtain an equal number of professionally 
qualified and professionally unqualified teachers, as there were fewer professionally unqualified teachers in some 
schools (particularly in public schools) and the inability of some professionally qualified teachers to complete the 
questionnaire. (3) The questionnaire was not translated in Urdu language; therefore, some teachers might have 
misunderstood some questions. 
Research Instrument 
A questionnaire was developed to gather data for the research and the sample for the research were scattered had 
a distribution over from a wide area of Pakistan. A questionnaire was considered to be the suitable tool for data 
gathering. Questionnaire would focus the respondents to provide only the required information and it could be 
administered by anyone even without the researcher’s presences (Burns, 1997; Gay, & Airasian, 2003; Fraenkel, & 
Wallen, 2006). The instrument was a combination of true and false statements and the respondents were required to 
give their opinion about each statement on a five (5) point Likert Scale.  
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significantly different from each other in terms of their beliefs about teaching which could presumably inhibit them 
from adopting a constructivist, student-centered approach towards teaching. To draw out conclusions of the study, 
teachers’ responses were arranged into three categories namely, the high level of agreement/disagreement (60 
percent and above), the moderate level of agreement/disagreement (between 50 percent and 60 percent) and the low 
level of agreement/disagreement (below percent).  
 
5.1. Teachers’ beliefs about classroom teaching 
The data gathered for this research study supported the hypothesis (Ho1) [calculated χ2 = 0.117 whereas Tabulated 
χ2 at p < 0.05 = 3.841). Hence, it is concluded that there is no significant difference between the beliefs of 
professionally qualified and professionally unqualified teachers about their classroom teaching. 
5.1.1. Teachers’ beliefs about teachers’ pedagogical knowledge 
According to the data collected for this study, both professionally qualified and professionally unqualified 
teachers believe that professionally qualified teachers teach well in the classroom (the agreement among 
professionally qualified teachers = 96.5% and among professionally unqualified teachers = 68 percent). However, 
the professionally qualified teachers believe that knowledge of the subject matter is enough to enable a teacher to 
teach well [54.1 percent (a moderate level of agreement)] whereas the professionally unqualified teachers disagree 
with the statement [56 percent (a moderate level of disagreement)]. Professionally qualified teachers’ beliefs are a 
result of their dissatisfaction with teacher education institutes. Over the past decade, teacher education institutes 
have been criticized, as being ineffective in preparing teachers for their work. Therefore, many teachers believe that 
it is not compulsory for a teacher to have teacher education. Teachers can teach well even without being educated 
professionally (Darling-Hammond, 2000). Professionally qualified teachers’ responses are inconsistent with the 
opinion of Killen’s (1996) work which found that content knowledge is simply not enough for someone to teach 
effectively unless he or she knows how to engage students in the process of learning and knows how to organize 
information so that others can learn it. 
 
5.1.2. Teachers’ beliefs about teaching approaches 
 
5.1.2.1. Teachers’ beliefs about teacher-centered teaching approach 
There was an interesting response from the teachers. The professionally unqualified teachers believe that the 
lecture method encourage students’ active participation in the classroom activities [48.5 percent (a low level of 
agreement) disagreement among professionally unqualified teachers =39.4 percent] whereas the professionally 
qualified teachers disagree with the statement [48 percent (a low level of disagreement) agreement among 
professionally qualified teachers = 43 percent]. 
 
It was expected that professionally qualified teachers would show a high level of disagreement concerning 
teachers’ belief about the lecture method but only 39.4 percent disagreement was noticed. Killen (2009) is of the 
opinion that the lecture method enables the teachers to deliver information in a highly structured way and allows 
them to distribute a vast amount of knowledge. However, it is a teacher-centered approach, which forces students to 
become passive listeners.  Whilst this disagreement among professionally qualified teachers is consistent with the 
research reports of Yadav, (1992), Killen, (1996), and Killen, (2009), agreement among professionally unqualified 
teachers has less support. For example, Killen (2009) asserts that carefully structured lectures, which have a place 
for teacher assessment of students’ learning, provision of teacher feedback and correctives, can benefit students. As 
the lecture method has little flexibility in the process of teaching and learning (Killen, 2009), it is appropriate to try 
an alternative student-centered teaching approach. 
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5.1.2.2. Teachers’ beliefs about student-centered teaching approach 
The study found that both professionally qualified and professionally unqualified teachers believe that the 
problem-solving method teaches students to develop new knowledge for themselves (the agreement among 
professionally qualified teachers = 94 percent and among professionally unqualified teachers = 87.5 percent); and 
the project method enhances students’ research skills (the agreement among professionally qualified teachers = 92 
percent and among professionally unqualified teachers = 73.5 percent). This agreement among professionally 
qualified and professionally unqualified teachers is consistent with the opinions of Yadav, (1992), Killen, (1996), 
and Killen, (2009). The problem-solving method has a potential to develop deep understanding and apply ideas to 
real-world situations (Killen, 2009). Similarly, the project method helps students to follow the social constructivist 
perspective on learning; become active and curious learners joining with other students working on the same project 
to solve problems; and develop knowledge and contribute to the development of a learning community to which 
they belong (Davis & Florian, et. al., 2004). 
 
It was interesting to note in the study that the professionally qualified teachers believe that the discussion method 
creates disciplinary problems in the classroom [61 percent (a high level of agreement)] whereas professionally 
unqualified teachers disagree with the statement [48.5 percent (a low level of disagreement)].  It was expected that 
professionally qualified teachers would be in favor of using discussion in the classroom but interestingly 
professionally unqualified teachers supported the discussion method rather than professionally qualified teachers. 
Teachers’ support for the discussion method is consistent with the research of Yadav, (1992), Killen, (1996) and 
Killen, (2009) who place discussion method in the student-centered teaching methods category.   
 
The professionally unqualified teachers supported the discussion method because all of them were from private 
schools. Private schools in Pakistan are usually considered better than public schools in terms of providing 
education in line with modern techniques. This indicates a reason why private schools have become an alternative 
for those parents who are serious about educating their children despite their personal economic constraints (Staff 
Writer, 2004). 
6. Conclusion 
As a result of this study it can be concluded that both professionally qualified and professionally unqualified 
teachers believe that constructivist, student-centered methods (such as the problem-solving and the project methods) 
are more effective for developing higher order skills among students. The respondents from the professionally 
unqualified group of teachers also supported an inflexible teacher-centered method of teaching, that is, the lecture 
method. On the other hand, professionally qualified teachers showed reluctance in dealing with classroom 
management problems that can occur when some student-centered teaching methods (such as discussion method) 
are used. From this evidence it can be concluded that both professionally qualified and professionally unqualified 
teachers in Pakistan are not well equipped with the knowledge and skills required to utilize the student-centered 
approach in the classes. Their lack of pedagogical content knowledge and beliefs about some teachings methods will 
inhibit them from adopting a constructivist, student-centered teaching approach. 
 
7. Recommendations 
On the basis of the result of the study the following recommendations are made: 
 
• It is suggested that teachers ensure that they have acquired a mastery over the content knowledge as well as 
pedagogical skills. Only knowledgeable and skillful teachers are preferred in large as well as small classes.  
 
• Students need to be actively participating in the classroom activities; therefore, teachers should avoid using 
teacher-centered methods such as lecture method that limit student participation. 
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• It is suggested that in order to align teacher education programmed to the realities of the classroom situation, 
teacher education institutes in Pakistan reconsider and update the contents of their course material as well as 
pedagogies they adopt to teach these courses. 
 
• The school management needs to provide opportunities for their teachers to take part in various professional 
develop workshops, seminars and in-service programmed. These programmed should particularly focus on 
helping teachers to realize the importance of using a constructivist, student-centered teaching approach, 
developing skills among teachers to work collaboratively with each other in order to improve condition for the 
use of a student-centered approach and to encourage parents and students to contribute towards the use of a 
student-centered approach.     
 
• It is suggested that researchers use a random or stratified sampling technique while replicating the same study 
or conducting a similar study. This kind of sampling will improve validity and reliability of the research study. 
It would also be effective if more than one data collection tools are used to triangulate the data. 
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